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Abstract

Motivation 1s crucial to all aspects of effective learning and teaching. This is more so
with learners who experience difficulties and in particular struggling readers. An
important question raised in the motivation research is whether it is the ‘will” related
to self-concept or the ‘skill’ related to self-efficacy beliefs that is the most influential
dimension in learning motivation. This study examines whether Precision Teaching
with an added metacognitive motivation element is a more beneficial learning and

teaching methodology in relation to such struggling readers.

Critical Realism, a contemporary social scientific methodology that supports all
psychologists working with applied research outside the laboratory was used in this
study. This approach facilitated the exploration and analysis of the complex
processes, both theoretical and conceptual and those linked to values and perceptions

involved 1n learning motivation.

The study implemented a mixed methodology design involving 69 primary four stage
pupil participants who were 1dentified as struggling readers. The control group
received a precision teaching phonics based programme 1n 1solation. The intervention
group recerved the same precision teaching phonics programme with an added
metacognitive motivation element. This metacognitive element related to promoting
the participants thinking about the learning strategies they were using. The teaching

programme was delivered 1n the class and by the class teacher.

The results were mixed. The qualitative analysis of interviews, discussions and
questionnaires was mostly positive with some differences related to pupils’ use of
learning strategies identified. The quantitative analysis involved standardised
assessments of reading attainment and reading motivation. The statistical results

indicated that there was no significant difference between the groups, thus no

intervention effect was found.

Interestingly this study highlighted that precision teaching reflects motivation
research and when accurately implemented 1s a motivation teaching approach.

Moreover the qualitative results suggested that two contrasting motivation approaches

1V



can be successfully combined and operationalised to deliver a practical learning and

teaching programme.

This study promotes inclusion, facilitating the implementation of motivation based

reading remediation programmes within the mainstream class and involving the class

teacher.
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Literature Review

Introduction

Research indicates that motivation is an essential factor in all learning processes
(Bandura, 1994: Frederickson & Cameron, 2004; Linnenbrink & Pintrich, 2003:
Seifert, 2004). It therefore has a wide range of applications and this review's
particular focus is the role of motivation within the classroom context and the
intluence of motivation factors on learning and teaching programmes to support
struggling readers. The review will consider why motivation is important to the
learning process, how motivation influences learning progress and what motivation
factors are most influential in the class environment, particularly 1n relation to
learners who have experienced difficulty with learning. The first section of this
review will be a general analysis of motivation theory in relation to the role of
motivation in the learning process and the interactions between influential motivation
factors. The second section of the review will focus on the role of motivation in
regard to struggling readers at mid-primary stages. The later part of the second section
will also consider the influence of teaching programmes that involve explicit

motivation factors.

The introduction will give an overview and background to the importance of
motivation in learning including the difficulties associated with defining and
measuring what 1s a multi-taceted concept. Thereafter the relationships between
individual and contextual motivation ftactors will be discussed. This will involve
analysing the interactions between the learner, curriculum and pedagogical influences,
and the differing impacts each of the factors have on motivation, learning processes
and learning outcomes. The individual factors will include the types of learning
orientation associated with intrinsic and extrinsic motivation and the related mastery
and performance learning approaches. Also the theories and perspectives relating to

self-belief, self-efficacy, self-concept, attribution and goal theories will be analysed.

Research has also identified contextual teacher and teaching related motivation factors

connected to teacher/ pupil relationships and teaching approaches as being key
pedagogical and curricular dimensions that can influence learner beliefs and impact

on learning outcomes (Black & Wiliam, 2002). The influence of teacher factors will

1



be discussed 1n Section | of the review, with Section 2 considering the

pedagogical approaches that reflect the principles of learning motivation will be

explored.

This review will be focusing on motivation in the classroom and while it is
acknowledged that research indicates socio-economic and cultural factors including
parental experiences and their views of education as Impacting on pupils’ general
learning motivation (Harlen & Deakin Crick, 2002), these areas will not be covered in
this review. Furthermore, peer influences are also considered motivation factors
(Seitert, 2004). However research suggests that the impact of peer motivation is more
relevant to older learners (Smith, Dakers, Dow, Head, Sutherland & Irwin. 2005).
Thus, 1n relation to struggling readers at mid-primary stages, although peer

relationships will be mentioned this aspect will not be discussed in detail.

Figure 1 in the first section of the review summarises the motivation factors
discussed, detailing the factors, effects and interactions between the motivation
dimensions that impact on learning outcomes relating to attainment and attitude. In
Section 2, Figure 2 retlects the review discussions surrounding the operationalisation
of motivation principles in relation to two ditferent teaching programmes, that of
metacognitive and precision teaching pedagogy. The strategic objectives, motivation
influences and learning outcomes of the teaching programmes are compared and

thereafter consideration is given to the benefits of combining the two ditferent

approaches in regard to increasing motivation and learning outcomes.

From the literature reviewed it is evident that motivation 1s a multi-stranded concept
with learning outcomes influenced by complex interactions between the motivation
variables of both the individual learner and the learning context. Nevertheless the
review will conclude that the motivation of struggling readers to engage with the
learning task is mainly based on affective decisions formed by the learner, and these
decisions are a result of interactions involving the learner, the specific curricular task

and the teacher interaction. However, appropriate learning interventions associated



with teacher interactions and curriculum intervention can positively influence learning

decisions and impact on learning progress.

Section One

1.1 Why is Motivation Important in the Education Context?

[.1.1 What is Motivation — Theoretical Definition

The theoretical underpinnings of motivation., particularly applicable in the learning
context, centre on theories of self-efficacy, self concept, attribution and goal theory
(Linnenbrink & Pintrich, 2003; Schunk, 1990: Seifert, 2004; Weiner, 1985). These
motivation theories and their applications are reflected in education research and
publications (Harlen & Deakin Crick, 2002; SEED, 2007: Smith. et al.. 2005). The
wide ranging application as well as the contextual complexities reflected in the

different theories perhaps explains the absence of a specific universally applied

definition of motivation.

[.1.2 Motivation Themes

There are also ditficulties in separating the various components of motivation, several
systematic reviews of motivation in different learning contexts (Harlen & Deakin
Crick, 2002; Smith et al., 2005) indicate broad motivation themes. These include the
role of self and also teaching and learning applications. Within those themes the ‘role
of self’ and the associated self-efficacy, self-regulation, self-esteem and selt-concept
dimensions are considered as most influential. Although factors related to the other
stated themes, such as teacher interactions, task relevance and learning instructions
are too deemed influential (Harlen & Deakin Crick, 2002; Smith et al., 2005). These
features and themes have been identified in other motivation research (Bandura, 1994
Linnenbrink & Pintrich, 2003; Pajares and Schunk, 2001; Schunk, 1990; Seifert,

2004: Zimmermann, 1998) including educational publications such as the Teaching

and Learning Research Programme (2007).

Research concurs that motivation to engage in learning cannot be viewed as a unitary
concept but is a consequence of a number of dynamic and transactional chains

involving the learner making affective directed decisions (Kyriacou & Goulding.

2006: Smith et al., 2005). Seifert (2004) states that motivation arises from basic

3



drives, instincts and emotions and as such refers to patterns of behaviour and atfect

and depend on a learner’s emotional perceptions. Weiner (1985) also asserts that it is

emotion that directs motivation and the subsequent effort directed towards task

engagement.

[.1.3 Motivation Behaviour

In a general context Bandura (1994) defines motivation in terms of intensity and
persistence of effort required to complete an action. In relation to education. Harlen et
al., (2002) interprets motivation as being the will to engage with a task and learn.
Similarly both Harlen and Deakin Crick (2002) and Seifert (2004) state that
motivation relates to energy, drive and incentive to complete or engage with an
activity. Kyriacou and Goulding (2006) define motivation as having a positive attitude
as well as positive intentions and actions. In the same way, Linnenbrink and Pintrich
(2003) state level of learner interest in a task defines motivation. When considered in
a different context, such as a work setting, motivation is correspondingly viewed in

relation to sustained behaviour to complete goals and actions (Locke & Latham, 2002;

Schunk, 1990).

[.1.4 Measuring Motivation

Developing specific and consistent measures of motivation 1s ditficult, perhaps 1n part
due to the nature of the interconnecting dimensions and the reliance on subjective
perceptions (Frederickson & Cameron, 2004). However, there are useful motivation
assessment tools, such as questionnaires, inventories and observation schedules that
reflect the motivation research. For example, questionnaires measuring reading
motivations and classroom motivations include descriptive terms such as interest,
curiosity, compliance, efficacy, attitude, engagement and involvement (Leo &
Galloway, 1994; Wigfield & Guthrie, 1997). In addition, The Motivation to Read
Questionnaire (MRQ) (Wigfield & Guthrie, 1997) and The Reading Selt-concept
Scale (RSCS) (Chapman & Tunmer, 1999) are considered to be comprehensive, valid
and reliable motivation assessment tools. As such they are recommended as
appropriate assessment techniques in relation to education progress (Frederickson &
Cameron, 2004) and have also been applied 1n studies exploring motivation and

learning (Rider & Colmar, 2006). These assessment measures will be discussed later

in the review.



[.1.5 Perspectives on Motivation

Research also indicates that pupils and teachers can have different perspectives on
motivation. For instance teachers rate motivation both on the interest demonstrated by
the pupil and also the standard of task completion (Linnenbrink & Pintrich, 2003).
T'herefore the emphasis could be on outcome rather than effort. It may also be that
task outcome is easier and more concrete to evaluate and therefore it is unsurprising
that this can be interpreted by teachers as evidence of motivating behaviour and a
description of motivation (Black & Wiliam, 1998). Pupils are more concerned with
Interest and relevance, as well as highlighting teacher approach and teacher
expectation as impacting on their motivation to engage with a task (Harlen & Deakin
Crick, 2002; Smith et al., 2005). For example, depending on the perspective, a pupil
who completes tasks but is not interested and a pupil who is interested but believes

they cannot complete the tasks could both reflect erroneous interpretations and

assessment of pupil motivation (Linnenbrink & Smith, 2003).

In association with this, Smith et al. (2005) further report that pupils who are
disinterested and thus lack motivation may not see the value in learning. In contrast,
disengaged pupils do value learning and education but, for whatever reason, usually
related to selt-beliet 1n ability, have withdrawn from the learning process and are
deemed disengaged and not de-motivated. For that reason ftailure to complete tasks or
task avoidance can be reported as lack of motivation, yet it may be that the pupil 1s

motivated but there is a barrier to the learning process (Black & Wiliam, 2002).

1.1.6 Motivation Defined

However over time and across contexts, research suggests that the essence of

motivation relates to a level of engagement that indicates interest and persistence

(Bandura, 1994; Harlen & Deakin Crick, 2002), and is not solely based on the

completion of tasks, successful or not (Black & Wiliam, 2002). Theretore, a
motivated pupil is a learner who is actively willing to engage with learning and will

be seen trying hard and being involved with the task process.

Thus from the motivation research it can be inferred that there are a number of

competing theoretical frameworks as well as different perspectives from different

interested parties. This perhaps retlects the dynamic and transactional nature of the
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concept of motivation. Furthermore, although motivation factors in general remain

constant, depending on context, different theoretical models emphasise different
Interactions between the numerous motivation factors. For example, some motivation
models have a broader framework and consider the impact of family, culture, peers
and whole school ethos on general learning motivation of all categories of learners
Including able and less able across all learning contexts (Black & Wiliam. 2002).
Other models are centred on a particular motivation factor such as self-efficacy or

attribution and how this particular factor impacts learner motivation (Linnenbrink &

Pintrich, 2003; Weiner, 1985).

1.2 Motivation and Learning Processes

This review has highlighted the importance of motivation in education and also
discussed the complexities and difficulties defining and interpreting the concept of
motivation, including some of the implications this has on understanding motivation
and 1mplementing associated interventions. The review will now consider the

motivation theories concerned with learning processes.

As indicated from the diagrammatic model and related explanation in Figure |
motivation i1s a multi-faceted concept involving different interactions between the
cause and effect variables detailed within key areas. Research suggests three key
distinct areas: the individual learner, the curriculum, and pedagogy (Black & Wiliam,
2002: SEED, 2007). Thus the pupil, the task or topic undertaken and the teaching

approach can all influence or be influenced by motivation and impact on learning

engagement and, ultimately, educational progress.

As well as the different areas of influence there are also different dimensions and
factors associated with motivation, including the curricular aspects of learning goals,
attainment outcomes, task difficulty and relevance (Binder, 1988; Cassen &
Kingdom, 2007; Locke & Latham, 2002; Smith et al., 2005). Pedagogical factors are
linked to teaching approaches, teacher/ pupil interactions and feedback processes
(Binder & Watkins, 1990; Black & Wiliam, 2002; Zimmermann, 1990). There are
also types of learning motivations described as intrinsic and extrinsic motivation and
the linked mastery and performance learning (Dweck, 1999; Linnenbrink & Pintrich,

7003: McLean, 2003; Schunk. 1990). Dimensions relevant to the individual learner
6



surround concepts of efficacy, concept, esteem, regulation and attribution (Bandura,
1994; Pajares, 1997; Weiner, 1985; Zimmermann, 1990). Further to this there are also
specific areas of motivation research, such as literacy and reading, which add to the

complexity of factors to be accounted for (SEED, 2005; Wigfield & Guthrie, 1997).

This again highlights the multifaceted nature of motivation (Seitert, 2004). Hence the
challenge of research is possibly not only to define those varied dimensions but also
to ascertain the level of influence each of the dimensions contributes to the overall
motivational impact (Pajares & Schunk, 2001). This includes examining the different

motivation interactions across different learning contexts (Seifert, 2004: Linnenbrink

& Pintrich, 2003; Wigfield & Guthrie, 1997).

1.3 Types of Learning Motivation and Learning Orientation

1.3.1 Intrinsic and Extrinsic Motivation

As detailed above, motivation researchers agree that there are different types of
motivation associated with the learning process and with individual learners. Studies
indicate that a pupil’s learning goals are important as they influence the learning
motivation (Pintrich, 2000). Such learning goal orientations can reflect the learner’s
expectations and beliefs formed as a result of previous learning experiences and
interactions (Dweck, 1999; Smith et al., 2005). The learning motivations commonly
described as extrinsic or external and intrinsic or internal motivations are key 1n
determining what learning strategies are used (Harlen & Deakin Crick, 2002). The

learning strategies associated with extrinsic and intrinsic motivations are performance

and mastery learning respectively.

Learning that is intrinsically motivated may reflect the psychoanalytic movement of

Jung and Freud that considers human beings are predisposed to learning and sell-

motivating with control coming from the individual learner (Frederickson &
Cameron. 2004). In contrast learning that is extrinsically motivated is viewed as being
directed and dependant on constraints of external reinforcements such as rewards

and/or teacher feedback or even peer comparisons (Smith et al.. 2005). Extrinsic

learning is reflective of behaviourist theories such as those proposed by Skinner, who

as previously discussed saw motivation as being controlled by contextual tactors

(Frederickson & Cameron, 2004).



[.3.2 Mastery and Performance Learning Goals

The type of learning motivation is thought to influence whether the learning
orientation or approach is considered a mastery or performance learning goal. Mastery
learning is thought to be directed by intrinsic motivation and takes place when the
focus 1s on knowledge and understanding and as such is thought to be an effective
type of learning (Miller, 2003; Pintrich & Schunk, 1996). In contrast. performance
learning is considered to be directed by extrinsic motivation and is focused on
competitive and comparative attainments or achievements (McLean, 2003).
Pertormance goals are thus dependant on others for setting outcome or success criteria
and also providing feedback that could be inconsistent, unreliable or inaccurate
(Linnenbrink & Pintrich, 2003; Seifert & O’Keefe, 2001). Whereas, mastery learning
with 1ts focus on learning processes has more consistent, reliable and relevant

indicators of progress such as feedback from personal goals that inform next learning

steps (McLean, 2003; Seifert, 2004 ).

Locke and Latham (2002) similarly define performance goals as relating to scores or
levels achieved on a task, and learning or mastery goals as relating to the number of
strategies acquired or developed to accomplish the task eftectively. Moreover, studies
by Locke and Latham (2002) suggest learners with mastery approaches to learning set
higher goals and have greater expectations. In addition, a study by Sideridis (2005)
indicated that pupils with a mastery attitude to learning used more strategies on
spelling tasks and were more likely to persist when they made errors. These tindings
perhaps indicate that pupils with mastery approaches use better strategies and respond
more positively to negative feedback. Thus mastery orientated learners view learning

as a positive challenge and feedback as an opportunity to improve (McLean, 2003).

Both Sideridis (2005) and Locke and Latham (2002) reported that learners were more
anxious when undertaking performance orientated tasks resulting in 1ll-formed
strategies to complete such tasks. This suggests that teachers have a role 1n directing a
learning culture that supports mastery attitudes to learning (Linnenbrink & Pintrich,

2003: Seifert, 2004). This research perhaps also highlights the influence of teacher
- teractions on both the curricular task and also the learner’s approach to learning that

has implications for learner motivation. Contextual teacher factors will be discussed

later in the review.



Similarly a study by Dweck (1999) demonstrated that when two groups of students

were given an 1dentical task that was described as either a ‘learning/ mastery’ task or

a ‘performance’ task, the students with the ‘learning/ mastery’ task performed better.
and demonstrated more persistence. It was also found that beliefs about ability were
not considered important in the ‘learning/ mastery’ task cohort. Dweck (1999)
concluded that learning or mastery goals are preferred as they can result in use of
more relevant learning strategies, a higher degree of learner competence, a greater
interest 1n school work and also a more positive attitude to learning. This indicates
that the curriculum and learning and teaching environment can promote affirmative
learning motivations (SEED, 2007). This would support the development of

hypotheses around learning and teaching interventions.

[.53.3 Intrinsic and Extrinsic Motivation: Different Perspectives

Although most research agrees with the notions of extrinsic and intrinsic learning
motivations, there 1s less consensus regarding whether these are separate entities or
are on opposite ends of a continuum (Kyriacou & Goulding, 2006). In addition, there
is research to suggest that extrinsic motivations or performance goal approaches
should not always be considered a negative learning style (Locke & Latham, 2002).
For example a learner could be initially dependant on external rewards and
encouragements such as praise at the start of the learning process, however as the
learning becomes more accomplished and the learner experiences success the learning
motivations could become more intrinsic and effective (Seifert, 2004). Moreover, a
combination of performance and mastery related feedback may well increase learner

engagement depending on the complexity of the learning task and the individual

learner (Kyriacou & Goulding, 2006).

Furthermore, Dweck (1999) proposes that it is the learner’s perspective specifically
on how intelligence is acquired and develops that dictates what type of learning
motivations and goals are applied. Learners with an entity view of intelligence see

ability as fixed and unchangeable either through effort or learning strategies and

therefore develop performance goals, avoiding more demanding or new learning

(Weiner, 1985). In contrast, an incremental view of intelligence sees ability as flexible

and changeable, influenced by effort and relevant strategies and therefore mastery

learning goals apply (Gardner, 1993).



T'herefore, types of learning motivation applied 1n practice could be dependant on a
learner’s views of intelligence in general or specific beliefs about ones own ability
(discussed in more detail in the following section). Nonetheless, most of the research
evidence supports the view that intrinsic motivations may be the result of numerous
extrinsic influences (Black & Wiliam, 2002 Linnenbrink & Pintrich, 2003).
T'herefore, the type of learning motivations are influenced by many of the different
motivational factors associated with the learner, curriculum and/or pedagogical
approaches. Thus, learner beliefs, task demands and teacher interactions can direct

whether the learning is either extrinsically or intrinsically motivated as well as

whether the learner has a performance or mastery learning approach (Smith et al..
2005).

1.4 Motivation and Learning Theories and Perspectives

1.4.1 Individual Learner Motivation Dimensions

Research indicates there are different motivational models to explain learning
processes and pupil engagement with learning, yet most studies identify similar
themes and report comparable findings. Themes include the role of self, relevance of
curricular topic and interactions between the learner, teacher and peers, with

conclusions identifying ‘self’ as being considered the most important intluence
(Bandura, 1994; Bandura & Martinez-Pons, 1992; Harlen & Deakin Crick, 2002;
Pintrich & Schunk, 1996; Zimmermann).

There main theories related to the role of self and understanding learning motivations
include self-efficacy, self-concept, attribution, self-worth and achievement goal

theory are prominent to understanding learning motivations (Dweck, 1999; Pajares &

Schunk, 2001; Seifert, 2004).

1.4.2 Defining Self-Beliefs

There can be confusion over the understanding of, distinctions between. and use of
some definitions, particularly self-concept, self-esteem, self-efficacy and self-worth
(Linnenbrink & Pintrich, 2003; Seifert, 2004). This again reflects the previous
discussions associated with the complexities of conceptualising motivation

particularly when considering causal frameworks and theoretical models

(Frederickson & Cameron, 2004).
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At a general level, self-efficacy is defined as an individual’s perception about their
ability to complete specific actions (Bandura, 1994). Within an educational context

this represents a pupil’s perceived ability to complete a particular learning task. Thus.

self-efficacy relates to how learners think, feel and motivate themselves to engage in a
specific learning context (Black & Wiliam, 2002). The question ‘can I do this task in
this situation” perhaps exemplifies this (Linnenbrink & Pintrich, 2003: pl120).

Self-efticacy relates to judgements about ability to complete specific tasks, whereas

selt-esteem 1s a more broad definition and involves emotional reactions to
achievements. Thus the statements ‘I can read certain fiction books well’ in

comparison to ‘I feel good about reading’ are examples of self-efficacy and self-

esteem respectively (Pajares & Schunk, 2001).

Where selt-ettficacy theories appear explicit in relation to the impact and influence on
learning motivations, selt-concept 1s perhaps less so. This could be because self-
concept beliefs influence and are influenced by wider societal factors and can be a
summation of experiences from across different learning contexts rather than from
one learning area (Pajares, 1997). This suggests that family dimensions as well as

peers and teachers influence self-concept beliefs (Pajares, 1997).

Self-worth is also linked to self-concept and is defined as judgements of value and

respect (Pajares & Schunk, 2001). Self-concept could be considered a description of
an individual’s perceived self accompanied by an evaluative judgment of self-worth.
Therefore self-concept involves evaluations of self-worth and is dependant on how a

culture or social structures values the attributes on which the individual bases those

feelings of self-worth (Pajares & Schunk, 2001).

Self-efficacy and self-concept are considered especially dominant in motivational
research (Frederickson & Cameron, 2004) and moreover a recurring argument in the
literature concerns the relationship between these self-beliets (Linnenbrink &
Pintrich. 2003). Some studies indicate that self-concept beliefs influence the
motivation to engage with the task (Pajares & Schunk, 2001) while others suggest that
.+ is self-efficacy with the task that impacts on continued motivation to engage

(Bandura, 1994). Thus, a key question 1s whether it is the ‘will’ related to selt-concept
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beliefs or the ‘skill” of self-efficacy beliefs that raises motivation to learn

(Frederickson & Cameron, 2004: p6).

1.4.3 Self-Efficacy

Self-efficacy theory is considered a circular model where self-etficacy beliefs
Influence motivational engagement that impacts on learning and achievement
outcomes that feed back to and informs self-efficacy beliefs (Bandura, 1994
Linnenbrink & Pintrich, 2003). Thus, self-efficacy also has a role in pupils’ self-
regulation of their motivation to learn (Seifert, 2004). Consequently, self-efficacy
beliefs are goal or task referenced with the learning task influencing self-etficacy

beliefs and in turn the learning motivations (Linnenbrink & Pintrich, 2003: Locke &

Latham, 2002).

Therefore, self-efficacy beliefs influence task choices, determine how much effort and
persistence will be expended, and influence resilience to failure (Schunk, 1990). The
theory connects task achievement with confidence and competence beliefs
(Zimmermann & Martinez-Pons, 1990). As perhaps indicated from the previous
discussions and detinition examples, selt-etficacy belietfs are particularly sensitive to

context and also context variation (Bandura, 1994).

Individuals can tend to naturally select tasks where they feel competent and confident
and avoid those activities where they feel less so (Bandura, 1994). In support of this a
developmental perspective suggests that young learners quickly associate tasks they
are good or efficacious at with tasks they like, perhaps demonstrating that learner
motivations are influenced from an early stage with interest initially directed by skill
(Wigfield, 1994). Subsequently, inferences and beliefs formed from previous learning
experiences inform self-efficacy beliefs and determine motivation and learning
approaches to familiar or new learning (Bandura, 1994). Thus, self-efficacy beliets

can be a significant motivational influence on the level and type of accomplishment

attempted or undertaken (Pajares & Schunk, 2001; Zimmermann & Martinez-Pons,

1990).
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1.4.4 Self-Concept

Research suggests that self-concept beliefs are based on social and self comparisons
such as peers and previous learning experiences (Pajares & Schunk, 2001). thus being
better at reading than peers or being better at reading than maths. On the other hand
selt-efficacy beliefs are mainly related to a specific task and not comparative with the
selt (Bandura, 1994). Although if the task is unfamiliar social comparisons. such as
that of peers will be made, thus an example could be ‘my friend can read so I can

read’ (Pajares & Schunk, 2001). This again highlights the interconnections between

self-efficacy and self-concept.

There 1s agreement that affect dimensions linked to self-esteem, self-worth, self-
concept and self-efficacy are influential and in addition that there are similarities and
interconnection between the concepts. However, it is suggested that it is the
exploration of the interactions between these affect based concepts already identified,

particularly selt-efficacy and self-concept that will further more understanding of

motivation processes and influences, rather than further research to define them

(Linnenbrink & Pintrich, 2003; Seifert, 2004).

1.4.5 Motivation and Learning Processes: Gender Lffects

1.4.6 Attainment

There is evidence to suggest that there are gender differences reflected in learning
attainments. For example, there are concerns relating to the underachievement of boys
at Standard Grade and Higher examination levels and Government publications
highlight 85% of girls in comparison to 78% of boys attained the expected reading

levels for their age with the gap continuing to widen 1n the secondary sector (SEED,

2000).

1.4.7 Attitude

Research also suggests that boys and girls differ in their approach and interaction with
the curriculum. For example, girls tend to have higher aspirations and are more
~onscientious towards completing tasks (Tatar, 1998). Girls are also more 1nclined to
underestimate their ability, express more test anxiety and internalise attributions of
failure that has consequences for future learner self-beliefs (Harlen & Deakin Crick,

»002: Hutchison, 2004). In contrast, boys are less positive towards school although
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they present as being more confident (Tartar, 1998). Similarly, where girls are more
motivated in relation to literacy and reading tasks (Pecjak & Peklaj, 2006) boys tend
to have more negative attitudes to reading including negative reading self-concepts
(Marsh, Smith & Barnes, 1985). For example, in a longitudinal study of primary age
pupils related to phonics it was found that boys had less positive attitudes to reading
than girls (Johnston & Watson, 2005b). Other research indicates that girls read more
including a wider variety of literature, whereas boys reading experiences are more
limited with a narrower range of reading materials (Wray, Medwell, Fox & Poulson,

2000). Thus highlights differences in learning engagement and motivation between

genders.

1.4.8 Learning Orientation

Research relating to learning orientation goals also identifies differences between
gender. For example a study by Rogers, Galloway, Armstrong and Leo (1998)
involved secondary age pupils undertaking English and Mathematic curricular tasks
and were assessed for demonstrating mastery, performance or task-avoidance learning
strategies. Girls were more mastery orientated in the English task and task-avoidant in
the Mathematic based activities, while boys presented as being performance
orientated in all tasks. Overall the girls were more successful on the English based
tasks and the boys achieved more on the mathematic tasks. The study concluded that
there are perhaps different learning orientations between gender as well as different
areas of the curriculum demanding different learning approaches. This perhaps

exemplifies both the individual and contextual factors that influence motivation as

detailed in Figure 1.

Other studies highlight learner perceptions and prior learning experiences as well as
contextual variables such as task specificity and teacher interactions as more
influential than gender (Keogh, Barnes, Joiner & Littleton, 2000; Tatar, 1998; Wray et
al.. 2000). Moreover research relating to reading attainment and reading self-concept

in Primary four stage pupils did not find any statistical differences between boys or

girls (Rider & Colmar, 2000).

Nevertheless there is research to indicate that failure and negative learning

experiences can lead to increasing disaffection with school among male pupils
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(Hutchison, 2004: Powney, 1997). There is also evidence that suggests that female
pupils can feel restricted by the curriculum and become discouraged (Keogh et al.,

2000). Theretore, understanding motivation influences and processes may be helpful

for supporting all learners.

Motivation and Learning Theories and Perspectives: curricular and pedagogical
1.5.1 Attribution Theory and Goal Theory

This review has so far considered theories that emphasise the relationship and
influence of learner beliefs on general learning motivations. There are also other
related theories where the focus is on the learning task and the relationship and
influence 1t can have on self-beliefs, particularly self-efficacy (Linnenbrink &
Pintrich, 2003). For that reason this review is now going to examine motivational
theories with the emphasis on curricular and pedagogical interactions.
Understanding learner perceptions of the causes of success and failure in learning
outcomes are of central importance in the development of etfective learning
interventions (Harlen & Deakin Crick, 2002). Thus attribution and goal theories
examine the influence of factors associated with the learning environment and can
contribute to the further insight into motivation and effective interventions to

encourage motivational behaviour (Frederickson et al., 2004).

[.5.2 Attribution

The theory of attribution refers to a perceived cause of an outcome and 1s an
individual’s explanation for that outcome or consequence and is closely related to
self-efficacy (Weiner, 1985). The theory proposes a three dimensional taxonomy of
the causes of success and failure incorporating ability, etfort, task difficulty and luck.
Other typical attributing factors identified also include skill, use of strategies, and
teacher support (Schunk, 1990; Seifert, 2004). Where self-efficacy theory assigns
statements of ability to particular learning contexts, such as 'l am good at reading
books’. attribution theory goes further and identifies the perceived reason for success

or failure, thus ‘I am good at reading books because 1 try hard’, where ‘trying hard’ or

effort is the attributing factor (McLean, 2003).

Within Weiner's (1985) model the attributing causes can be located in three causal

Jomains that include stability, locus of control and controllability. The dimension of
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stability indicates that outcome attributions, all things being equal, will generally be
the same. Whereas unstable outcomes indicate that despite all things being equal. such
as the requirements of the task, the outcome will be different and changeable over
time and context. Locus of control states that attributions can be external or internal,

thus task outcomes or perceptions of success or failure can be internalised and due to

effort or external and related to environmental factors such as luck (or teacher

uncontrollable by the learner.

1.5.3 Attribution and Learners’ Perceptions

Importantly it is the learner perceptions that place the attributions into either one of
the domains that influence motivation (Seifert, 2004). For example, learners who
attribute success or failure to ability, perceiving ability to be fixed, will believe task
outcomes are stable, internal and uncontrollable. Thus, they will not see effort as a
way of changing learning outcomes and will be less resilient to challenge
(Frederickson et al., 2004). ‘I did well because I revised for the test” and ‘I am stupid

anyway so there was no point to revising’ exemplify the contrasting learner attribution

perceptions.

What 1s more, failure attributed to what the learner perceives as stable causes, such as
ability, could continue to lead to future expectations of continued failure and feelings
of hopelessness. This 1s related to and supports Dweck’s (1999) entity and
incremental views of ability previously discussed in regard to self-beliefs. Thus,
learners who attribute success or failure as something they have control over are more

likely to accept challenges and persist when faced with ditficulty (Smith et al., 2005).

Research has also shown that pupils who expect failure attribute success to

characteristics that they perceive as external, unstable and uncontrollable attributes
(Frederickson & Cameron, 2004; Seifert, 2004, Weiner, 1985). For instance, success
at a spelling test would be attributed to ease and luck and considered unlikely to be

repeated. These perceptions would also impact on future learning and motivation to
learn (Schunk, 1990). In comparison, students who attribute success to internal and

controllable factors are more likely to experience emotions of satistaction, confidence.
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and good self-esteem, thereby positively influencing future learner behaviour and
motivation (Seifert, 2004; Weiner, 1985). This perhaps highlights that the outcomes
of learning tasks and learner behaviours are dependant on intricate connections
between learning task and learner perceptions, such as attribution and self-belief, that
have implications on the motivation to engage with other learning (Pajares & Schunk.
2001). Thus ‘educational achievement is a complex phenomenon involving

Interactions of social, instructional and learner factors’ (Schunk 1990: p3).

Schunk (1990) further stresses the complex relationship between attribution beliefs,
motivation and efficacy in regard to contextual learning factors such as teaching
interventions. For instance, studies have indicated that unsolicited teacher assistance
considered to be helpful can result in negative attributions and efficacy as such
teacher help could indicate low ability. Therefore the help is interpreted as ‘I need
help and must be stupid and so there is no point in trying’. Similarly, learners reduce

effort as a way of protecting perceptions of ability to themselves and in front of peers,

thus ‘If I don’t try hard I will not look stupid’ (Dweck, 1999; McLean, 2003; Seifert,
2004).

Such learning behaviours are defined as failure-avoidant and learned helplessness
(Seifert & O’Keefe, 2001) and could reflect the disengaged behaviour previously
described (Smith et al., 2005). However, Schunk (1990) also found pupils who

perceived themselves as having lower ability than their peers, still recognised etfort as
a relevant learning attribution. These findings have implications for learning and
teaching interventions related to emphasising positive learning attributions (Seifert,
2004). Much of the literature uses examples in relation to pupils who underestimate
their ability and attribute learning outcomes accordingly. However, there are also

incorrect attributions in relation to over estimates of ability and this too has

implications for learning and use of appropriate strategies (McLean, 2003).

1.5.4 Goal Theory

Similar to attribution theory, goal theory too considers the influence of, and between,

learning tasks on pupils’ learning behaviour. Goal theory proposes that planned goals
or aims can direct learner behaviour to achieve particular learning objectives and may

‘nfluence self-efficacy and attribution beliefs as well as motivation (Bandura. 1994
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Locke & Latham, 2002). Goals are defined as objects or aims of an action and are

determined by the individual, task conditions (Locke & Latham, 2002). Goals can

Impact on performance by directing on-task behaviour, energising and/or encouraging
effort, maintain persistence on-task and increase understanding and motivation (Locke
& Latham, 2002; Zimmermann et al., 1992). This is also supported by other research

including that associated with teaching methodologies such as precision teaching

(Binder & Watkins, 1990; SEED, 2007).

[.4.5 Goal Theory and Learning Orientation

Performance and mastery goals were previously discussed in relation to intrinsic and
extrinsic learning motivations. It was indicated that learning or mastery goals were
more effective than performance goals in regard to understanding and also motivation
behaviour (Smith et al., 2005; Sideridis, 2005). However, Locke and Latham (2002)
consider goal targets 1n goal theory as distinct from goal orientations. For example, a
goal target does not necessarily determine whether a learner 1s extrinsic or intrinsic
goal orientated. This as aforementioned could depend on the pupil learning profile
(Kyriacou, 2006). This is perhaps an important distinction and could have
implications when interpreting or assessing other theories and learning interventions

such as precision teaching (to be discussed later in this review).

That being said, Seifert (2004) suggests that goal orientation, that 1s either a mastery
or performance learning approach is directed by the learner’s emotional responses
including beliefs formed as a result of previous learning experiences. This perhaps
reflects the theories regarding self-beliefs already explored. However, other research
indicates that it is the particular curricular targets that can direct learner goal

orientations and motivational behaviour (Binder & Watkins, 1990: Locke & Latham,

2002).

1.4.6 Learning Goals: Contextual and Individual Motivation Factors
[ ike the theories before, research indicates that goal theory has many variables that

‘1fluence and are interdependent with learning task, learner belief, learning outcome

and learner motivation (Locke & Latham, 2002: Seifert, 2004). Therefore both learner
beliefs and learning goals or targets will at different times and across different

learning situation each be the more dominant and guiding factor (McLean, 2003).
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Thus, a learner with high efficacy could approach a task in order to understand more

or the particular task could influence the learner’s perception that they have the ability

to succeed. Both could result in the increased motivation on the task and could also

intluence future learner beliefs and learning behaviour.

Learner commitment, or what could be described as attitude or motivation to the goal.
1s crucial to task outcome and is deemed more important when the goal 1s challenging
to the learner (Zimmermann et al., 1992). There are several factors that can influence
motivation, for example the goal or task has to be viewed as important to the learner
(Black & Wiliam, 2002). This again refers back to interest and utility being relevant
factors of motivation (Harlen & Deakin Crick, 2002). In conjunction with importance
or relevance the goal or learning task has to be perceived by the learner as being

attainable thus again applying to self-belief research and particularly self-efficacy

(Bandura, 1994).

Correspondingly when learners are involved in the goal setting process they generally
assign higher goals and importantly are more actively engaged with attaining those
goals than if the goals were allocated (Harlen & Deakin Crick, 2002; Locke &
Latham, 2002). Also attaining goals leads to setting higher or more goals and creates
motivation (Locke and Latham, 2002; Smith et al., 2005). This again retlects selt-
efficacy theory where increased skills lead to increased confidence that influences
motivation (Bandura, 1994). However, if learner perceptions are incorrect this could
lead to mismatched goals (McLean, 2003). That being said, goal teedback can
increase self-efficacy and also correct or alter flawed attributions (Lock & Latham,
2002: McLean, 2003; Zimmermann & Martinez-Pons, 1990). Although, the opposite
can also be true where, misdirected feedback and/ or inappropriate learning goals can

negatively influence learner activity (Black & Wiliam, 2002; Locke & Latham, 2002).

Both attribution and goal theories contribute to the understanding of motivation in the

~ducational context. As indicated they can influence effective learning and teaching

approaches, particularly in relation to facilitating effective learning perceptions and

assisting pupils to set relevant learning targets. These theories will be turther

discussed when considering motivation and pedagogical practices that include

metacognitive strategies and precision teaching.
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Motivation and Learning Theories and Perspectives: Contextual Factors

1.6.1 Influence of the Teacher

Research also indicates the importance and influence of teacher interactions on

pupils’ perceptions of, and motivation toward, learning (Seifert, 2004). Teachers can
impact directly on the learning environment as they manage the resources, teaching
strategies, classroom organisation, task setting and assessment process (Seifert, 2004).
For instance, as discussed above, feedback can both positively and negatively
influence learners’ motivation (Locke & Latham, 2002). Therefore it would seem they
are 1n a central position in relation to the learning process that also includes

facilitating learning motivation (Powney, 1997; Wray et al., 2000).

[.6.2 The Influence of the Teacher on Pupils’ Self-beliefs and Attributions
Teachers can facilitate a supportive and understanding class environment that
promotes pupils’ tfeelings of self-efficacy and effort (Wray & Medwell, 1999).
Research suggests that teacher directed interactions and interventions such as
explanations of the purpose of the learning task and assessment criteria as well as

providing constructive feedback that directs future learning can increase self-etficacy

(Linnenbrink & Pintrich, 2003).

In addition, teachers can also help pupils to selt-regulate and self-evaluate their work
(Fisher, 2005), for example the teaching of reading strategies including demonstrating
how and when to use particular strategies (Walker, 2003). As previously discussed,
use of self-regulated strategies can lead to more etfective mastery learning processes
(Seifert, 2004). In contrast, teacher interactions that dominate lessons with the aim of
preparing pupils to pass tests or tasks leading to graded feedback rather than task
understanding can result in peer comparisons, performance learning and may
influence the effort pupils put into tuture learning (Wray et al., 2000). Furthermore,
such teaching interaction styles can disadvantage less confident pupils encouraging

ability rather than effort based learning attributions (Fisher, 2005).

Therefore it can be concluded that teacher interactions are an influential motivation
dimension, with appropriate teacher interactions instrumental in 1implementing
learning and teaching instruction that can facilitate positive self-beliet and increase

learning motivation (Linnenbrink & Pintrich, 2003). However, 1n contrast teacher
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interactions can also have a negative eftect on pupils’ learning perceptions and

impede motivation (McLean, 2003).

1.6.3 The Influence of the Teacher on Implementing Learning Programmes

There 1s evidence to suggest that teachers can be reluctant to implement new and
ditferent learning programmes if such programmes are presented as only general
principles to be interpreted by the teacher into classroom practices (Black & Wiliam,
2002). This may be because of teaching time and/or confidence in teaching skills
(Greenway, 2002) and could have implications for delivery of new effective learning

programmes that could be beneficial to pupils (Black & Wiliam, 2002).

Moreover, evidence indicates that highly prescribed programmes with detailed
implementation instructions such as Paired Reading (Topping & Lindsay, 1992) or the
Clackmannanshire Synthetic Phonics Initiative (Ellis, 2007) are more likely to be
accepted 1nto class teacher practices and more reliably and consistently implemented
(Topping & Lindsay, 1992). In addition, learning programmes that have scripted
teaching resources and teacher training have also been found to be supportive to
teachers, beneficial to pupils, and contributed to the commitment and accurate

delivery of the learning programme (Ellis, 2007; Russell, 1992; Topping & Ferguson,
2005).

In contrast, less prescribed learning programmes can be more reliant on teacher skills
in relation to interpretation and implementation and could result in misapplication and
inaccuracies (Topping & Ferguson, 2005). That being said, there 1s also evidence to
suggest that delivery of structured learning programmes are also vulnerable to
misinterpretation and misapplication with implications for etfective learning
outcomes (Black & Wiliam, 2002). For example the term “paired reading’ has become
problematic, as it is widely interpreted and applied to any joint reading activity. This
has implications for the effectiveness of the programme, as the research evidence 1s
based on the original specific and structured technique and not loosely based
interpretations (Topping & Bryce, 2004). Precision teaching, a highly structured
teaching method, has also experienced negative connotations and misapplication

perhaps due to misunderstanding of the approach (Binder, 2004).
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Other research indicates that it 1s teaching abilities that have a greater impact on pupil
motivation and attainment than specific programmes, for example many curriculum
approaches and packages have been found both to work and fail and what seems

critical are the skills of the teacher (Allington & Johnston, 2000; Hall & Harding,
2003).

1.6.4 Impact of Pedagogy on Motivation

Theretore although both teacher skills and teaching programmes can be considered
separate contextual factors that can each influence pupils’ motivation to learn, from
the evidence discussed it would seem that it is difficult to isolate teaching skills from
even a highly prescribed teaching programme (Powney, 1997; Raybould & Solity,
1988). Teaching programmes will be discussed again in more detail in Section 2 with
a focus on highly structured precision teaching methods in comparison to the less
prescribed metacognitive learning approaches. The influence of these two different
teaching methodologies will be analysed in relation to pupils’ motivation and learning

outcomes.

1.6.5 Teacher Beliefs
Teacher/pupil interactions and curriculum delivery are also influenced by teachers’
personal belief processes relating to how they view: knowledge acquisition, ability to

learn, gender, and their own teacher skills (Black & Wiliam, 2002; Greenway, 2002;
Hutchinson, 2004).

The nature of individual teachers’ beliefs about how knowledge and skills are
acquired can determine how the curriculum 1s delivered. For example, evidence
indicates that some teachers believe that knowledge 1s transterred directly from the
teacher with pupils’ understanding a later and secondary process (Black & Wiliam,
2002). This can lead to teacher dominated lessons that research suggests results in less
effective learning and impacts negatively on learning motivation (Harlen & Deakin
Crick, 2002). Research further indicates knowledge and understanding results from an
interactive learning environment that requires both the teacher and pupil to be actively
involved (Hall & Harding, 2003). Therefore the beliet that active learner involvement
is required for understanding and learning progress could result in a teaching

approach that promotes pupil involvement (Zimmermann & Martinez-Pons, 1990).
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Beliefs about intelligence were discussed earlier from the perspective of the pupil and
it was found that pupils’ views of intelligence can influence learning motivation
(Dweck, 1999). Similarly, the beliefs that teachers hold about learning potential
concerning whether ability is fixed or incremental can also impact on pupil motivation
(Dweck, 1999). For example, evidence indicates that fixed beliefs about ability are
inaccurate and unconstructive (Black & Wiliam, 2002). Therefore, if teachers view
struggling learners as having fixed ability they may have lower learning expectations
for those pupils and also place less emphasis on encouraging effort (Hall & Harding,
2003). This will lead to less teacher support in relation to implementation of learning
strategies, delivery of the curriculum and guidance (McLean, 2003). In addition, fixed
beliets about ability could also result in less positive nurturing teacher/ pupil

interactions that may also negatively influence pupil motivation to learn (Seifert,

2004).

Etficacy beliets of teachers are themselves related to their instructional practices and
to pupils’ achievements and well being (Pajares & Schunk, 2001). Efficacious
teachers can create positive learning environments with challenging tasks as well as
support, encouragement and high expectations (Pajares & Schunk, 2001). However,
less confidence 1n skills can result 1n reluctance or resistance to embrace new teaching
programmes 1ncluding less effective implementation of learning programmes (Black
& Wiham, 2002; Ellis, 2007). Theretore atfective motivation factors relating to
teacher’s self-efficacy beliefs also have implications for pupil’s learning motivation

and attainment.

Finally, as discussed, gender can also have implications for learning motivation
(Harlen & Deakin Crick, 2002) and this also relates to teacher/ pupil interactions.
Teacher interactions towards boys and girls can be different and may indicate gender-
stereotyped beliefs regarding learner abilities and behaviour (Vardill & Calvert,
2000). For example, teachers can view boys as challenging, competitive and
demanding of attention, whereas girls can be seen as conscientious, cooperative and
better behaved (Tatar, 1998). This can lead to teachers having higher expectations of
girls than they have of boys (Tatar, 1993) as well as more negative teedback to boys
(Vardill & Calvert, 2000) and as discussed above this can influence pupil learning

motivation.
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1.6.6 Summary of Teacher Influence on Motivation to Learn

Much research measures etfective teaching in relation to delivery or implementation
of activities recognised as being effective to promoting learning motivation, such as
modelling writing or sounding out letters, providing clear instruction and prompting
learning behaviours (Wray et al., 2000; Taylor, Peterson, Pearson & Roderiguez,
2002). However, effective teaching also involves the promotion of positive
teacher/peer relationships to support learning motivation. Seifert (2004) describes this
as promoting a nurturing learning environment with effective classrooms seen as
warm, cooperative and democratic (Taylor, Pressley & Pearson, 2000). Allington &
Johnston (2000) state no particular instructional programme characterises influential
teaching, however effective teachers were sensitive to individual needs, established

trust, had high expectations and emphasised mastery orientated teaching.

Therefore, teacher interactions related to teacher/ pupil relationships and curriculum
delivery can influence pupils’ learning motivations particularly self-efficacy and
attribution beliefs (Seifert, 2004; Wray et al., 2000). Furthermore, teacher interactions
are intluenced by teachers’ beliets 1n relation to learning processes including how
knowledge 1s communicated, whether learning abilities are tixed or incremental,
expectations of pupils that may be attected by gender and also teacher’s own selt-
efficacy of their teaching skills. Such findings, highlights the multi-taceted nature ot

motivation and also supports the development ot learning and teaching interventions.

Motivation to Learn: Explanation of Figure 1

The preceding review suggests the theoretical model displayed in Figure 1 (page 26)
and details the motivation factors and interactions discussed and analysed. The model
highlights individual and contextual factors related to learning motivation, the effects
of facilitating learning motivation including the impact that increasing learning
motivation can have on attainment and attitude outcomes as well as the interactions
between the motivation factors. Although the model details the motivation factors and
effect of these factors separately the directional arrows serve to indicate that all the
factors, both individual and contextual, influence and are intfluenced by each other.
The second section of this review considers the contextual factors related to the

operationalisation of motivation principles as reflected in two difterent teaching

programimes and 1s represented 1n Figure 2.
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Factors Related to Learning Motivation

From research it 1s apparent that individual factors relating to affect dimensions are
influential and have particular significance where learners experience difficulties with
learning. Thus the model presented in Figure 1 highlights self-belief. self-concept,
self-etticacy and attribution as factors related to motivation. Learner orientation and
whether a learner 1s intrinsically or extrinsically focused is a further cause of
motivation directing how the learner will approach learning tasks. This 1s related to

mastery and performance learning respectively. Gender 1s another individual factor
that 1s considered 1n this model and influences attitudes towards learning as well as
teacher/pupil interactions. Thereafter the contextual factors detailed are teacher and
curriculum related, contained within these categories are teacher/ pupil interactions,

teacher beliefs, curriculum tasks and specific teaching programmes.

Effects of Learning Motivation
When learning motivation is facilitated the effects relate to increased learner selt-
belief, self-concept and self-efficacy. The learner will also have positive attributions

in regards to skills, effort and ability. Moreover the learner will be intrinsically

orientated including increased task behaviour.
Outcomes of Learning Motivation

Motivation to learn can lead to increased attainment and increased attitude to learn

that loops back and further informs and influences the causal motivation factors.
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Figure 1. A Schematic Representation of Motivation to Learn

1.6.7 Summary of points

The importance of motivation was discussed including research indicating that
motivation is crucial to effective learning processes, is the foundation of all learning

tasks. and is a recommended topic for educationalists (Frederickson & Cameron,

2004 ).

The question of ‘what is motivation” was explored. This included the difficulties of
definition and the consistency of applying motivation and associated concepts, such as

«elf-efficacy, self-concept and self-esteem. These difficulties are perhaps an
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indication of the complexities involved 1n understanding motivation and unpicking the
contributions of the different dimensions (Frederickson & Cameron. 2004). Generally.
it was concluded that motivation to learn relates to and informs choice of task and

Intensity of engagement with that task and is significantly influenced by learner belief

processes (Bandura, 1977; 1994, Seifert, 2004; Weiner, 1985).

Factors and themes relating to motivation were identified and included learner
perceptions of ability, skill, effort, relevance and interest (Harlen & Deakin Crick,
2002). Other influential dimensions were teacher/ peer interactions and learning task
(Seifert, 2004; Smith et al., 2005). Affective factors and learner perceptions were
found to be omnipresent throughout the literature and as such are evident in all
sections of this review. Indeed, it was concluded that motivation to engage in learning

1s mainly a consequence of the learner making emotional directed decisions (Kyriacou

et al., 2006; Linnenbrink & Pintrich, 2003; Seifert, 2004).

Types of learning motivation and learning orientation were analysed. This related to
types of learning goals involving either intrinsic and mastery or extrinsic and
performance learning (Dweck, 1999). This was discussed again later on in the review
within the context of goal theory. Research suggests that mastery learning is the more
meaningful and effective learning approach, influencing the types of learning
strategies implemented (McLean, 2003). That being said, performance learning can
lead to a mastery approach (Seifert, 2004). In addition to this, learner orientation i1s
also influenced by either entity or incremental views of ability (Dweck, 1999). This
was further discussed when considering attribution theory and causal perceptions in
relation to task outcomes and it was again highlighted that attective learner

expectancies can influence task motivation (Weiner, 1935).

Self-belief theories related to the individual learner were detailed and 1t was indicated
that self-efficacy and self-concept were thought the most influential (Bandura, 1994;
Pajares & Schunk, 2001). Nevertheless there were contrasting opinions regarding
distinctiveness, relationship and primacy of the concepts (Linnenbrink & Pintrich.
7003). The important question of whether it 1s the ‘will” of self-concept or the “skill’
of self-efficacy that 1s more influential 1n increasing motivation to learn was explored

(Frederickson & Cameron, 2004). Furthermore, it was highlighted that continued
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research of the relationships and interactions between the already defined concepts

could be beneticial to contirming or developing effective learning interventions

(Linnenbrink & Pintrich, 2003).

Gender ditferences in attainment were highlighted with some evidence suggesting that

at the primary and secondary stages girls have higher attainments (SEED, 2006). In
addition, research indicates that boys have more performance orientated learning
whereas girls have a more mastery approach (Tatar, 1998). Teacher beliefs also
suggest teacher attitudes differ with teachers having higher expectations of girls. Thus
the influence of gender on learning orientation and teacher/pupil interactions could
explain some of the differences in pupil motivation and learning outcomes
(Hutchison, 2004; Wray et al., 2000). Moreover, the evidence from gender and
teacher dimensions reflecting both individual and contextual factors exemplified the
multi-faceted nature of the interactions and influences between the motivation

dimensions.

Thereatter curricular and pedagogical theories regarding attribution and goal theory
were detailed. Attribution theory relates to causal explanations for task outcomes
(Weiner, 1985) and from the research it was again apparent that learner perceptions
and emotions are paramount when rationalising task outcome. In addition, the theory
highlighted learner controllability as a key factor in directing engagement with the
task (Weiner, op.cit). Goal theory too detailed the influence of the learner
involvement when setting goals on learning outcomes (Locke & Latham, 2002;
Zimmerman et al., 1992). It was also debated whether attributions or goals are more
influential in directing pupil learning orientations related to mastery or performance
(Seifert, 2004). However, both theories stressed the importance of learner
engagement, feedback processes, and the intluences of curriculum tasks on motivation
(Harlen & Deakin Crick, 2002; Smith et al., 2005). In addition, attribution theory also

highlighted the importance of learner causal beliets as essential to learning motivation

(Seifert, 2004; Weiner, 1985).

Moreover, 1t was agreed that understanding self-belief, attribution and goal theories
can help with the classroom implementation of learning strategies, involving goal

setting, pupil involvement and feedback processes, commonly described as
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metacognitive approaches (Zimmermann, 1990). These are strategies that are
recognised as influencing motivation and promoting effective learning outcomes

(Black & Wiliam, 2002; Linnenbrink & Pintrich, 2003). Metacognitive interventions

will be discussed in more detail later in this review.

It was also highlighted that teacher beliefs and teaching programmes are influential
contextual factors in learning motivation impacting on teacher/pupil interactions and
implementation of the curriculum (Greenway, 2002; Topping & Ferguson, 2005).
Furthermore, positive teacher/pupil interactions (Wray, et al., 2000), supported by a
structured well delivered educational programme (Black & Wiliam. 2002), are key to

promoting learner skill and will in relation to increasing motivation and learning

progress (Linnenbrink & Pintrich, 2003).

From the literature it is evident that key questions relate to the cause and effect of the
varied motivation dimensions and the primacy of any of those factors (Linnenbrink &
Pintrich, 2003). Related to this, is the question of whether it is ‘will’ or ‘skill’ in the
classroom that 1s most important to etfective learning (Frederickson & Cameron,
2004; Pintrich & Schunk, 2001). That being said, the overall finding from the
literature 1s that learner attect and selt-beliet are fundamental 1n learning motivation
(Bandura, 1994; Lock & Latham, 2002; Seifert, 2004; Weiner, 1985). Furthermore, 1t
is increasing learner confidence and resilience that can transfer into ‘the learning-

orientated behaviour of the intrinsically motivated student’ (Seifert, 2004: p148).

This review has so far demonstrated that motivation 1s very complex conceptually, yet
there exist identifiable themes and factors as well as theories that contribute to
explanations and understanding of motivation. What is more, from the research it 1s
possible to operationalise motivation into practical interventions for the classroom
(Black & Wiliam, 2002; Linnenbrink & Pintrich, 2003; Seifert, 2004). The review 1s
now going to discuss the research related to motivation and literacy with a focus on
struggling readers. Finally, different teaching interventions that reflect aspects of

motivational principles will be reviewed.

The motivation model in Figure | displays the factors, etfect dimensions and

outcomes discussed 1n this section.
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Section Two

2.1 The implications of motivation for reading

It 1s acknowledged that in today’s demanding society reading skills are not just
relevant to school but are fundamental to most aspects of daily life and can impact on
future prospects. It has been said that since World War 1 until the present day the
demands and diversities of daily life continue to bring different and new challenges

that require more highly developed literacy skills (Stainthorp, 2002).

Scottish Government literacy statistics indicate that 85% of girls and 78% of boys at
13 years of age have not reached the reading level expected for their age (SEED,
2006). These figures are also representative of the rest of the United Kingdom (DtES,
2006). Moreover, a review of longitudinal studies states that pupils who have ongoing
reading difficulties will experience lower academic attainments, be at risk of school
exclusion, as well as having other behavioural and social problems (Cassen &
Kingdom, 2007). Given the relevance and influence of literacy on most aspects of the
curriculum, and also the wider long term implications, the focus on raising literacy

attainment at national and local levels i1s understandable (SEED, 2007).

Motivation is an essential factor in learning progress (Frederickson & Cameron, 2004)
and this part of the review is now going to discuss the role of motivation in promoting
literacy and reading skills. Nationally and world-wide there has been much research
into reading acquisition, reading difficulties and reading interventions, and from this

the relevance of motivation in reading at all levels has been highlighted (HMIE, 2007,
National Reading Panel, 2000, 2006; SEED 2005).

2.1.1 Reading Self-Belief Theories

As previously reviewed, the principles relating to motivation and associated
‘nterventions, such as increasing self-beliefs through attribution factors, implementing
goal or feedback processes are applicable to all learners (Black & Wiliam, 1998,
2002: Smith et al., 2005). However, this is perhaps more so for pupils who find
learning challenging and in particular those pupils who are struggling readers (Guthrie
& Davis, 2003 Guthrie. Hoa, Wigfield, Tonks & Perencevich, 2006). For example,

«tudies have found that struggling readers tend to have low contidence,
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conceptualised as low self-efficacy, in their reading skills and subsequently use less
effective learning strategies and can present as task avoidant, having less ability and
lacking 1n effort. In contrast proficient readers appear more confident, complete more
tasks and are persistent when the tasks become more challenging (Guthrie & Davis.
2003). In addition, Wigtield and Guthrie (1997) found that pupil s persistence in

learning to read and future engagement with reading is linked to perceptions about

ability, selt-etficacy and others’ expectations.

This reflects the research surrounding self-beliefs and attribution previously discussed
in relation to motivation and learning. This research indicates that learners are more
likely to engage 1n, persist with, and use more effective strategies in tasks where they
perceive themselves to be competent or believe they can learn new skills (Bandura,
1994; Pajares, 1997). Thus, motivation towards reading 1s a complex concept
involving a mixture of attitudes, beliefs of self-efficacy and self- concept, as well as

interest and effort (Stainthorp, 2002).

2.1.2 Reading Self-concept Theory

From this, and the motivation research previously discussed, it is perhaps unsurprising
that the findings related to selt-concept theory are also highly relevant to reading
motivation (Chapman & Tunmer, 1997; Chapman, Tunmer & Prochnow, 2000; Rider
& Colmar, 2006). Learning motivations, including selt-beliets, are influenced by
previous learning experiences (Pajares & Schunk, 2001). Similarly, Stanovich (1986)
proposed that initial experiences in learning to read influence both future motivation
and the development of reading related self-perceptions. Thus, 1t 18 further predicted
that negative learning experiences will in turn affect future reading performance, this
is now known as the Matthew Effect (Stanovich, 1986). Therefore, learners who tall
behind in their reading, subsequently read less and the learning or skills gap widens
(Topping & Ferguson, 2005). Moreover, the negative Matthew Effect refers to the
emerging negative self-concepts and consequential reduction of opportunities that can

promote positive self-perceptions (Stanovich, 1986; Dreher & Baker., 2003).

Issues in reading motivation research are similar to those found 1n general learning

motivation that was discussed in Section 1. This includes the debate over the cause

and effect primacy of will and/ or skill (Guthrie & Davis, 2003), the causal ordering
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of the motivation factors (Linnenbrink & Pintrich, 2003), as well as the difficulties
with defining the self-beliet dimensions (Rider & Colmar, 2006). And as previously
discussed, this can be problematic when measuring the strength of. and comparing
relationships between, the dimensions or factors (Linnenbrink & Pintrich, 2003: Rider
& Colmar, 2006). That being said, where self-concept concerns general descriptive
and evaluative beliefs (Pajares & Schunk, 2001), Chapman and Tumner (1995) define
reading self-concept as the combination of three interrelated but separately defined
components relating to competence, ease or difficulty of task and attitude. Moreover.
this has now developed into the Reading Self-Concept Scale (RSCS) recognised as
having statistical reliability and validity (Frederickson & Cameron 2004).

Research also suggests a specific relationship between reading achievement and
reading self-concept. For example, a study involving 80 primary four stage equivalent
Australian pupils compared components of reading skills with dimensions of self-
concept. The findings suggested a significant relationship overall and also
significance between the sub-scales of reading accuracy and comprehension with self-
concept (Rider & Colmar, 2006). Moreover, the more competent readers held more
positive reading selt-perceptions and attitudes towards reading than less competent

readers. In addition, the findings related to each of the separate reading skills

measured (Rider & Colmar, 2006).

These findings are supported by other research indicating that pupils who are
experiencing difficulty with reading, believe they have less ability and feel more
negative towards reading (Chapman & Tumner, 1997, 2000). In addition, such pupils
did not expect to do well with their reading tasks (Chapman, et al., 2000; Guthrie &
Davis, 2003: Schunk, 2003). In relation to this, studies indicate that in contrast to
good readers, poor readers have been found to attribute failure on reading tasks to the
absence of ability, and successes to factors other than ability (Butkowsky & Willows,
1980). Thus, the struggling reader maintains low self-concept beliets (Butkowsky &
Willows. 1980). Such causal attributes relating to the domains of stability. locus of
control and controllability, previously discussed in Section 1 in regard to Weiner s
(1985) model can intluence future efforts. Further links are demonstrated in the

statistically relevant component sub-scales of Chapman and Tumner's (1997) reading
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Scale that also reflect the causal attributes highlighted in Weiner’s (1985) attribution
theory.

Research also indicates that links between task difficulty, ability and comparison with
peers are established by eight years of age (Chapman & Tumner, 1995: Guthrie &
Davis, 2003). Not only does this suggest that reading self-concept has particular
component parts and 1s related to reading attainment, but also that enhancing reader’s

self-concepts at an early stage could influence future reading skills and motivation to

read (Rider & Colmar, 2006).

Other studies also highlight these issues indicating that struggling readers are most
probably aware of their difficulties, have experienced negative learning outcomes, and
could be on an individual reading programme that, ironically, rather than being
viewed as supportive, results in further class isolation (Fisher, 2005). What is more,
reading 1s considered a social activity with attached high societal values (Guthrie &
Davis, 2003; Walker, 2003) and this too has implications for self-concept beliefs in
general (Seitert, 2004) and reading self-concept in particular (Miller, 2003 ).

The RSCS (Chapman & Tumner, 1995) reflects general evaluative perceptions of
self-concept related to reading (Rider & Colmar, 2006). Wigfield & Guthrie (1997)
developed the Motivation to Read Questionnaire (MRQ), a psychometrically reliable
assessment that also retlects self-efficacy, attribution and learning orientation reading
constructs (Frederickson & Cameron 2004). Such measures lend support to the
existence of different selt-beliet dimensions, while also addressing the underlying
question of distinctiveness between the hypotheses of self-concept and self-efficacy.

Thus as discussed learner beliefs relating to ability and task complexity can influence

reading attitudes and motivation to undertake reading tasks.

2.1.3 Reading Self-efficacy Theory

Self-efficacy theory also proposes that learners are more likely to engage in tasks
where they feel competent (Bandura, 1994). Thus, reading research also indicates that
pupil persistence 1n learning to read is linked to perceptions of reading skills (Reutzel
& Smith, 2004; Roberts & Wilson, 2006). Guthrie and Davis (2003) concur with this

finding although state that struggling readers are also influenced by teacher
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€Xpectations, again highlighting the social and societal influences that also affects
other self-beliefs as detailed above. In addition contextual motivation factors related

to teacher interactions (discussed in Section 1) also influence struggling readers

(Wray & Medwell, 1999).

Research indicates that it is at mid-primary stages that reading tasks become more
challenging and comparison with peers more important (Wigfield & Guthrie, 1997).
Furthermore, the gap between readers who are struggling begins to widen, the
ditficulties are more apparent, and the reader engages less (Guthrie & Davis, 2003:
Wigtield, 1997). This perhaps demonstrates the complexity of separating the self
based dimensions. For example, both reading skills and reading self-concept
Interactions are evident. The reading task is more challenging thus requiring
competency or efficacy evaluations and also peer comparisons will influence self-
beliefs as a whole. This in turn influences future engagement and the negative

Matthew Efttect becomes apparent (Stanovich, 1986).

Reading research indicates that motivational factors related to struggling readers are
qualitatively ditferent from the motivations of pupils who are skilled but who dislike
reading (Guthrie & Davis, 2003; Schunk, 2003). This reflects the general motivation
research discussed earlier that highlights the differences between de-motivated and
disengaged pupils (Smith et al., 2005). Similarly, Guthrie and Davis (2003) describe
struggling readers as disengaged stating the difterences lie in such pupils’ low selt-
efficacy beliefs and it is this that prevents engagement with and future progress in
reading. Linked to this are the extrinsic learning orientations of struggling readers,
that as previously discussed encourage performance based learning that can further

impact negatively on self-efficacy beliefs (Harlen & Deakin Crick, 2002).

2.1.4 Reading Theory Summation

As this review has shown, struggling reader self-beliefs, whether selt-ettficacy, self-
concept or the interactions between the two have a significant impact on reading
progress and consequently reading motivation (Frederickson & Cameron, 2004). Selt-
efficacy involves reader perceptions that are related to specific literacy tasks and/ or
skills (Wigfield & Guthrie, 1997), whereas selt-concept 1s more general. although can

also be domain specific to reading (Rider & Colmar, 2006). Self-concept beliets are
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also influenced by environmental influences such as peers’ or society’s values
(Guthrie et al., 2006: Linnenbrink & Pintrich, 2003). This can have a significant affect
on struggling readers as there are high societal values, judgements and expectations
placed on reading achievements that are perhaps absent from other areas of the
curriculum (Pajares & Schunk, 2001: Stainthorp, 2002). In addition, by mid-primary
stages struggling readers have experienced negative learning and are aware of and are

sensitive to their difficulties (Chapman & Tumner, 1995).

The self-beliefs formed then further direct reader evaluation and can result in causal
attributes of the success or failure of task outcomes, generally related to ability, effort
or luck (Weiner, 1985). Struggling readers tend to attribute task failures to ability and
successes to luck (Butkowsky & Willows, 1980). Ultimately this can lead to what is
termed the negative Matthew Effect (Stanovich, 1986) whereby struggling readers
become reluctant to engage with reading and thus have less opportunity for practice
and increasing reading skills. This can then lead to the entrenchment of negative self-
concept and selt-etficacy beliefs of being a poor reader with a lack of reading skills
(Guthrie et al., 2006). These findings are also reflected in the research surrounding

performance orientated learning and the associated failure-avoidant and learned

helplessness behaviours (Seifert & O’Keefe, 2001).

2.1.5 Reading and Teacher Interactions

As previously discussed, teacher interactions are important contextual motivation
factors and this i1s perhaps more so with learners who are struggling (Chapman &
Tumner, 1995). Moreover, reading progress requires active engagement on the part of
the learner and how the teacher interacts and/or directs the learner affects how active
the engagement can be (Fisher, 2005). As also discussed earlier, teachers who
encourage pupil/ teacher dialogue facilitate more eftective pupil interactions than
traditional teacher led instruction that can disengage struggling readers (Walker,
2003). Research further indicates that teachers can influence and direct positive
mastery learning approaches in relation to struggling readers that benefits reading

progress (Guthrie & Davis, 2003). This perhaps has implications for teacher

interactions 1n relation to struggling readers who can be performance goal orientated,

anxious. fear taillure and be embarrassed about reading out loud (Guthrie & Davis.

2003).
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2.1.6 Reading, Teacher Interactions and self-efficacy
Self-efficacy is considered an important motivation factor particularly in relation to

struggling readers, for example efficacious readers use more metacognitive learning
strategies than readers who have low-self-efficacy (Sideridis, 2005; Walker, 2003)
Self-efficacy 1s generally influenced by feedback from specific task outcomes. thus
successtul task outcomes can result in increased self-efficacy (Guthrie et al., 2006).
50 too, encouraging positive attributions such as acknowledging effort can increase
selt-etticacy (Weiner, 1985). Importantly, self-efficacy can also be increased with

positive verbal responses from the teacher and particularly when the comments relate

to the task and attributes success to using strategies that are learnable (Schunk, 2003).

While selt-etficacy enhances motivation to learn, and impacts on academic
performance (Zimmermann & Martinez-Pons, 1990), self-efficacy without the
prerequisite knowledge and skills will not result in improved literacy performance
(Rider & Colmar, 2006). Thus, teacher interactions and teaching programmes are both
influential contextual motivation variables that are difficult to consider 1n 1solation,
with both important to facilitating positive learning experiences and intfluencing

pupils’ motivation.

2.1.7 Reading Interventions and Implementing Motivation Learning and Teaching
Reading interventions generally reflect the theoretical underpinnings of reading
theory and reading motivation (National Reading Panel, 2006; SEED, 2005; Topping
& Ferguson, 2005). Nevertheless, there are contrasting views in regard to reading
acquisition that influences reading interventions (Stainthorp, 2002). Nonetheless, 1t 1s
accepted that effective reading interventions require both relevant remediation
programmes in conjunction with supporting appropriate learner perceptions and re-

engagement with reading (Rider & Colmar, 2006; SEED, 2005).

There is an abundance of research surrounding effective learning practices and

reading interventions. For example, Reutzel and Smith (2004) conducted a synthesis
of reading strategies based on American national reviews. including the National
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